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Abstract 
The values and world views of different nations are reflected in their educational systems (Barnwell 1996). The methodologies 
they use to train language teachers and to assess language proficiency not only mirror and reinforce general attitudes about language 
and language learning but also create closed systems that are usually highly resistant to change and innovation (Locastro 1990). 
Language teachers’ experiences as testees shape their beliefs about assessment, inform their teaching and play a central role in how 
they plan and implement classroom assessment practices (Bliem & Davinroy 1997; Craig et al. 2013). Therefore, the current study, 
first, presents the sociocultural and historical context of how English is taught and tested in Turkey and then, it presents the beliefs 
and views of pre-service teachers related to assessment of English in Turkey. The views and beliefs of pre-service teachers have 
been gathered using questionnaires and interviews. Both qualitative and quantitative analyses of all sets of the data have been 
performed so that a more detailed, more representative picture is created. The results of the study not only present how language 
assessment policies shape and reshape teaching beliefs and practices in the country but also reveal how pre-service teachers’ views 
about assessment could be situation-specific, hence difficult to understand once placed out of context. 
Keywords: Language assessment policies in Turkey; pre-service English language teachers’ beliefs related to testing and assessment; context 
specific testing and assessment; relation between language testing and language teaching 
1. Introduction 
The number of standardized high-stakes tests (i.e., tests whose results are used to make important decisions 
affecting students, teachers, administrators, communities, schools and districts, Madaus 1988) employed for the 
selection and placement of students around the globe is steadily increasing (Alderson & Wall, 1993; Choi 2008; 
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Hatipo÷lu 2013; Wall, 1998). In many contexts, the results of these tests are the only criteria determining whether the 
candidates get into the programs they desire (Yildirim 2010). Hence, it is not surprising that research on high-stakes 
tests consistently shows that they have a high impact on the teaching paradigms and educational systems in various 
countries (Lambourdi 2014; Shohamy 2001). They also lead to the “narrowing” of the curriculum (Cheng 2005; 
Tsagari 2011), to changes in teaching methods employed by the teachers (Spratt 2005; Wall 2005), to alternation of 
course objectives (Cheng et al. 2004) as well as to changes in individual learning styles (Shih 2009). This “effect of 
testing on teaching and learning is known as backwash. Backwash can be harmful or beneficial. If a test is regarded 
as important, then preparation for it can come to dominate all teaching and learning activities” (Hughes 1989, p. 1).  
In Turkey, the education system is very examination oriented. “The performance of the students, teachers and even 
schools at each ring of the system is evaluated by looking at how well students perform on various exams” (Hatipo÷lu 
in press; Hatipo÷lu & Erçetin 2016). One important high-stakes exam, which determines whether students gain entry 
to prestigious colleges or tertiary institutions (Hatipo÷lu 2010, 2015) in Turkey is the University Entrance Exam 
(UEE) prepared and administered by the Student Selection and Placement Centre (OSYM) in Ankara. There is a 
widespread belief among practitioners, academics, students and parents that UEE has a negative impact on the teaching 
and learning of foreign languages (FLs) in Turkey but there is hardly any serious empirical research examining and 
supporting this belief. Therefore, this study aims to be one of the first steps in filling this important gap. The current 
paper has two sections. It first reviews, in a historical perspective, the methods and procedures used to select and place 
candidates in Turkish universities since the establishment of the Turkish Republic (1923-present). Then, it presents 
and discusses how fourth year pre-service teachers (i.e., senior students who are about to become language teachers 
themselves) perceive and evaluate the nature and scope of the impact of the English Section of the UEE (ESUEE) on 
the teaching and learning of FLs in the country. By doing this, the study aims to contribute to the fields of pre- and in-
service FL teacher training as well as to the field of foreign/second language testing and evaluation. 
2. Literature Review 
In 1989, in his book entitled Testing for Language Teachers, Hughes presented washback (or backwash as he called 
it) as the key concern for teachers (Green 2013). This work led to the accumulation of empirical research on the 
reasons and effects of washback in different contexts. In the early 1990s, it was believed that washback was related to 
“the quality of the design of examinations” (Tsagari 2011, p. 431). That is, good examinations were expected to have 
useful while bad ones were supposed to have damaging effects on teaching (Heaton 1990). Recent developments in 
the field have shown, however, that the relationship between the design of an exam and the teaching and learning 
taking place in language classes is not always linear. Research conducted on various national (Qian 2008; Sevimli 
2007) and international (Wall & Horak 2011) high-stakes exams with various groups of participants (e.g., students, 
teachers, teacher trainers) in different contexts has shown that washback is an elusive, intricate and multi-layered 
phenomenon that can vary in ‘form’ and ‘intensity’ (Cheng 2005). Therefore, different groups of researchers 
approached washback from diverse perspectives and together with “Does washback exist?” they tried to answer 
questions such as “What does washback look like? What brings washback about? Why does washback exist?” (Cheng 
et al. 2004, p. ix). The domains that the washback has been shown to affect most so far are (a) the content of teaching 
(Choi 2008); (b) teaching materials (Sevimli 2007); (b) teachers and learners’ behaviour (Hawkey 2006) and (d) 
assessment methods used in class (Wall & Alderson 1993).  
Despite the importance of the high-stakes exams in Turkey, as far as the author is aware, there are only two studies 
examining the impact of the ESUEE on the teaching and learning of languages in the country. The first of those studies 
was carried out by Sevimli (2007) who worked with 87, 10th and 11th grade FL students from six Anatolian, Super 
and Private high schools and 13 of their English language teachers. One of the aims of this study was to uncover the 
attitudes of the English language teachers towards the ESUEE. The results showed that all of the teachers were “happy 
about what and how they were teaching” and they “were proud to be teaching toward” the UEE (Sevimli 2007, p. 
116). However, Sevimli (2007) also found that the language of instruction in the observed classes was predominantly 
Turkish; and instead of developing teaching and testing materials and methods that would foster the development of 
the communicative skills of the students, teachers focused on preparing their students for the exam. Similarly, 
students’ language learning practices were revolving around the UEE (e.g., the main learning materials used by them 
were past exam papers and grammar books). What is more, although some of the students argued that, the UEE had a 
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positive impact on their language development since it forced them to study hard, bulk of the students admitted that 
UEE was affecting their psychology and language learning negatively. Due to the high level of competition for the 
best degree programs in the country, they constantly worried and felt anxious and due to the nature of the exam (i.e., 
MCI test), they focused on grammar, vocabulary and reading and failed to develop their speaking, listening and writing 
skills.  
The second study focusing on the washback of the ESUEE in Turkey was conducted by Yildirim (2010) whose 
informants were 70 pre-service FL teachers and 6 instructors teaching grammar and language skills courses in the 
same university. When the learning and teaching practices that students and their teachers had employed while 
preparing for the ESUEE were examined, it was found that the students’ preparation for the ESUEE was long (2 years 
on average) and intense (e.g., 64.2% of the students spent more than five hours a day preparing for the exam). Similarly 
to Sevimli (2007), Yildirim (2010) discovered that the teaching of English during this preparation period was done 
mainly in Turkish and the aim was to develop only students reading, grammar and vocabulary knowledge. Speaking, 
listening and writing, on the other hand, were “never” or at best “seldom” the focus of attention in high-school 
language classes. The language practice was usually in the form of mock exams parallel in form and content to the 
ESUEE and teachers usually taught students various test-taking strategies. When students were asked to comment on 
the effects of the ESUEE on their general English language abilities and on their performance in their first year classes 
at the university, they stated that the preparation for the ESUEE “sharpened their reading, grammar and vocabulary 
knowledge” (Yildirim 2010, p. 107) but it did not help them develop their writing, speaking and listening skills. The 
interviews conducted with the university instructors showed that they thought that the ESUEE had a negative impact 
on students’ overall language abilities. According to some of them, due to its MCI format, the exam not only impeded 
the development of the students’ productive skills but it also hindered students’ ability to think critically, to use 
grammatical functions appropriately, to learn the contextual aspects of vocabulary items and to read variety of texts 
in real life length. Therefore, all of the instructors thought that some of the sections of the exams should be reviewed 
while others should be changed. Most importantly, university lecturers argued that the UEE should have two stages. 
The first stage of the exam should be prepared by OSYM and should include less demanding MCI questions while 
the second stage of the exam should be prepared by individual universities depending on the demands of their 
programs and the needs of the language-teaching context in Turkey and should include open-ended questions. 
3. Methodology 
3.1. Research questions 
The research questions in this study were: 
(1) What is the history of selection and placement of candidates in Turkish universities (1923-present)?  
(2) What are the pre-service English Language teachers’ views of the effect of the English section of the current 
university entrance exam on the teaching and learning of English in Turkey?  
3.2. Data Collection Procedures 
The data for this study were collected in two stages. The aim of Stage 1 was to establish a detailed historical account 
of the selection and placement policies of university candidates in Turkey since 1923. Therefore, the following 
historical documents and publications related to the history of higher education in Turkey were scrutinized: (1) 
publications prepared by The Council of Higher Education (YÖK), The Ministry of National Education (MONE), The 
Council of Education and Morality; (2) Communiques Journal; (3) Government Official Gazette; (4) University 
catalogues; (6) The websites of Foreign Language Education (FLE) departments in Turkey; (7) The MONE statistics; 
(8) Various articles and books examining the topic 
The second part of the study (Stage 2) focused on senior pre-service teachers’ perceptions and views related to the 
washback effect of the ESUEE currently used in Turkey on the teaching and learning of the FLs in the country. 
According to Cheng et al. (2005) and Wall (2005), studies with this aim should be based on data coming from various 
sources (e.g., surveys, rubrics and task types). Since this was the first step in a larger project, and following the 
example of previously published parallel studies (e.g., Choi 2008; Ramezaney 2014; Shohamy et al. 1996; Tsagari 
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2011) in this section of the study, survey questionnaires and semi-structured interviews were employed to collect data 
from METU pre-service teachers.  
The questionnaire had two sections and included both close and open-ended questions. In the first part of the 
questionnaire students were asked to provide background information about their age, gender, previous education, 
knowledge of and level of proficiency in FLs. In part two, informants were had to answer seven open ended questions 
related to the effect of the UEE on the way English is taught and learned in Turkey but, in this paper due to space 
constraints only the answers related to the first question are discussed: (i) Do you think that the English section of the 
university entrance exam in any way affects how English is taught and learned in Turkey? Please, explain and 
exemplify your answer. 
After the analysis of the survey questionnaire data, to understand senior pre-service teachers’ views and attitudes 
related to the washback effect of the UEE on the learning and teaching of English in Turkey better, focus group 
interviews with selected participants were conducted. In order to allow informants to express their views and beliefs 
better, the main language of the interviews was Turkish but English was also frequently utilized by the informants 
while discussing various topics. 
3.3. Participants 
Fifty (M=10, F=40) senior pre-service English language teachers from Middle East Technical University (METU) 
Ankara, Turkey participated in this study. Their age range was 18-21 and none of them had spent more than 6 months 
in an English speaking or other foreign country. Twelve of the students (24%) were Anatolian High School graduates 
while the remaining 38 were Anatolian Teacher Training High School (ATTHS) graduates. All of the informants 
stated that they were planning to work as English language teachers after graduation.  
Senior pre-service teachers were selected as subjects for this research since they were going to become practicing 
teaches within a very short period of time. Research in the field shows that language teachers’ experiences as testees 
shape their beliefs about assessment, inform their teaching and play a central role in how they plan and implement 
classroom assessment practices (Bliem & Davinroy 1997; Craig et al. 2013).  
3.4. Data Analysis 
Both qualitative and quantitative data were collected for this study. Quantitative data were analysed using SPSS 
while qualitative data were evaluated following the procedures proposed by Miles and Huberman (1994, pp. 58-69). 
4. History of Student Selection and Placement in Turkish Higher Education 
The Republic of Turkey was established in 1923 and since then the country has experienced remarkable economic, 
educational, social and political changes. These developments were accompanied by rapid population growth which 
lead to heavy demand for higher education. Therefore, an appropriate selection and placement system had to be 
devised. In this section of the paper, a brief historical overview of the procedures used for the selection and placement 
of candidates in universities in Turkey will be presented and discussed. 
In the first two years after the establishment of the Republic (1923-1925), student selection to programs of higher 
education was based on the results students got on baccalaureate exams taken at the end of their High school education. 
Since the number of applicants was smaller than the capacity of the programs, high school graduates could apply and 
were usually accepted to any of the programs at the universities. This system changed in 1926 when the MONE 
introduced the High School Graduation Exams (HSGE). That meant that students had to take oral exams related to all 
of their high school subjects. The students who passed those exams got their high school diploma and with the results 
obtained on HSGE they could apply to any of the programs in Turkish universities (Özgüven 1972). The system 
changed yet again in 1936 (1936-1954) when the selection of students to programs of higher education became a two-
stage system. This time the selection was done based on two criteria: (1) the HSGE results, (2) a state matriculation 
examination held under the auspices of the MONE twice a year in June and September. The matriculation examination, 
which included essay type questions, was used as a selection criterion when the numbers of applicants exceeded the 
capacity of the programmes (Grant 1990). The marking of the essays was a slow and tedious process and there was 
enormous growth in the demand for higher education in the beginning of the 1950s. This brought the need for a yet 
different system. First, Ankara University and then a number of other Turkish universities started to depend on 
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objective tests for the selection and placement of the university candidates (Grant 1990). Between 1964 and 1973, 
each university used its own exam and prospective students applied individually to various universities and their test 
scores were taken into account.  
In 1974, the centralized selection system was combined with a central placement system. This comprehensive system 
proved to be too large to be handled by individual universities. Therefore, in 1974, the Student Selection and 
Placement Centre (ÖSYM) was established. It was envisaged that this organisation would take the responsibility of 
selecting and placing students in all of the Turkish universities. Between 1974 and 1981, ÖSYM employed a one-
stage test system. At a single 3.5 hour-long session students took a four-test battery comprising of: (1) general ability, 
(2) mathematics and natural sciences, (3) Turkish language/literature and social sciences, (4) a foreign language tests.  
In 1981, in accordance with the new Higher Education Law (No. 2547), the higher education system in Turkey was 
comprehensively restructure (Hatipo÷lu 2010, 2015, in press). ÖSYM assumed new responsibilities and adopted a 
more sophisticated two-stage procedure for the selection and placement of the university candidates. The first stage 
of the exam was taking place in April while the second one was administered in the second half of June. The first 
stage of the exam was a single three-hour session and students had to answer the questions in the verbal (e.g., Turkish 
language, social science), quantitative (e.g., basic mathematical and natural sciences concepts and rules) and foreign 
language (English, German or French) tests. All of the tests consisted of multiple-choice questions. Only candidates 
whose scores exceeded the minimum first stage score were allowed to take stage two of the UEE. This exam lasted 
for three and a half hours and consisted of a five-test battery: (1) Natural sciences; (2) Mathematics; (3) Turkish 
language and literature; (4) Social sciences; (5) A foreign language. Students who wanted to be placed in any of the 
Foreign Language Teaching, Modern Languages and Literature, Translation or Linguistics programs had to answer 
questions from tests 3, 4 and 5.  
The two-stage system was changed to a one-stage system once again in 1999. The questions included in the exam 
were based on the high schools curricular in Turkey and students were placed in different programs depending on the 
types of tests they answered (e.g., those who specialized in FLs had to answer the questions in the Foreign Language 
test).  
The last change to the exam system came in 2006 when ÖSYM started to administer the UEE in two stages and in 
a number of sessions. The first exam in the last system is called The Transition to Higher Education Exam 
(Yüksekö÷retime Geçiú SÕnavÕ – YGS) and it consists of questions requiring academic knowledge of the high school 
curricula. It has Turkish, Math, Natural and Human Sciences sub-sections. All test takers need to answer all of the 
questions regardless of their specialization since YGS is intended to test the verbal and quantitative reasoning abilities 
of the candidates. The results obtained from YGS are used to place students in Distance education or two-year degree 
programs. Students whose YGS scores are higher than the minimum first stage score are allowed to take the 
Undergraduate Placement Examinations (Lisansa Yerleútirme SÕnavlarÕ – LYS) which is a five-test battery including 
(1) Mathematics, Geometry (LYS1), (2) Natural Sciences (Physics, Chemistry, Biology) (LYS2), (3) Turkish 
Language and Literature, Geography 1 (LYS3), (4) Social Sciences (History, Geography 2, Philosophy Group) 
(LYS4) and (5) Foreign Language (LYS5). The LYS exams are taken in a number of sessions over two weekends in 
June. University candidates take the LYS tests according to their areas of specialization. If they are specializing in 
natural sciences, for instance, they need to answer questions in Math, Physics, Chemistry and Biology. If they want 
to get in any of the programs dealing with FLs they need to answer the questions in the FL tests (i.e., English, German 
or French). 
This short review of the history of the UEE in Turkey reveals how frequently the system has changed and how its 
importance has dramatically increased over the years. The question remains, however, how professional these changes 
have been and whether they have ensured fair treatment of all affected by the exam results (Wise 2006).  
5. Senior pre-service teachers’ believes and perceptions related to the ESUEE  
Analysis of the answers given to “Do you think that the English section of the university entrance exam in any way 
affects how English in taught and learned in Turkey?” question showed that 48 (96%) of the pre-service teachers 
thought that the university entrance exam affects the way English is taught and learned in Turkey and only two of 
them (4%) said ‘MAYBE’ (i.e., they were not sure).  
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When the explanations of the students related to the domains affected by the ESUEE were examined, it was found 
that 36% (N=18) of the informants thought that the ESUEE affects only the way English is taught in the country while 
46% (N=23) believed that ESUEE affects only how the language is learned. The remaining 18% (N=9) of the 
participants thought that UEE strongly affects both the learning and teaching of English in Turkey.  
5.1. Effects of ESUEE on teaching English in Turkey 
When the answers related to the washback effect of the ESUEE on the teaching of English in Turkey were 
examined, it was found that ESUEE was regarded as ‘a very important exam’ and the preparation for it dominated 
“all teaching and learning activities” in the country (Hughes 1989:1) (see Table 1). According to the senior pre-service 
teachers who participated in this study, ESUEE regulates and shapes not only all of the stages of the foreign language 
teaching and learning process in the country but it also has a high impact on the teaching paradigms and the educational 
system in the country.  
Table 1: TEACHING: Areas affected by the ESUEE 
 Category N %
1 Reason for teaching FLs: Help students be successful on the ESUEE 22 24.2 
2 Approaches-Methods and Techniques 18 19.8 
3 Teach only skills that are tested on the ESUEE 22 24.2 
4 Teaching content: Ignore skills and type of knowledge not tested on the ESUEE  29 31.9 
 TOTAL 91 100 
About a quarter (24.2%) of the informants state that ESUEE is the reference point used for the development of the 
language learning objectives and the reason why languages are learned in the country. Pre-service teachers also argue 
that ESUEE determines how ‘knowing a language’ is perceived and defined in Turkey (Example 1). When the 
language learning needs of the students are defined, they are identified by looking at the requirements brought by the 
ESUEE. Therefore, the main aim of the language training in Turkey is to help students prepare for the ESUEE to 
answer more questions on the exam than other candidates so that the students get into the program they desire 
(Example 2). 
Examples 
(1) F16: I do. In high school, when we could have used many different techniques and methods to improve our language skills, we 
had to focus only on the grammar because we were preparing for the university entrance exam. The exam only consisted of 
multiple choice questions, and it was nearly sufficient enough to evaluate students’ level of the language. 
(2) F17: Yes, we cannot blame schools in this aspect. They have to prepare students for the exam. The success means the higher 
correct answer not the most accurate pronunciation. 
One-fifth (19.8%) of the students think that ESUEE also determines the instructional approaches, methods and 
techniques employed in language classrooms in Turkey. Since as given in Example 2 above, “success means higher 
correct answer not the most accurate pronunciation”, the teachers in Turkish schools use the deductive instructional 
approach in their classes (Example 3). That is, the teacher introduces a new concept to the students, explains it and, 
finally, asks the students practice using the concept. The adopted instructional approach leads to the frequent 
employment of the Grammar-Translation Method (GMT) (Example 4) in Turkish language classes and to the 
utilisation of classroom activities that are mechanical, teach grammar in an isolated way and pay little attention to 
meaning. In addition, students are taught to deal only with testing techniques that are included in the ESUEE (i.e., 
Multiple Choice Items, cloze tests and paragraph questions). Since teachers’ professional value is judged based on 
how successful their students are on the ESUEE, teachers gear all their efforts towards helping students “to get into a 
university” and learning English is just a ‘positive side-effect’ of this special training (Example 5).  
Examples 
(3) F32: Yes, it affects methods that teachers used because the exam is based on memorization and so they have to be deductive. 
(4) F4: I think that the university entrance exam makes the teachers in high school force to use “Grammar-Translation” methods. 
Teachers usually think that they have no other choice because what that matters is only the university entrance exam. 
(5) M46: It focuses teachers to use grammar-translation method because the main purpose of students is to get into a university. 
Learning a language is the positive side-effect or one of the outcomes. 
Another quarter of the participants’ answers (N=22/91, 31.9%) underscore how the topics and skills tested in the 
ESUEE limit the content of language classes in Turkey. They highlight the fact that the ESUEE tests only grammar 
and vocabulary knowledge, and reading skills and as a result of this only those skills are taught in language classes in 
Turkey (Examples 6). That is, teaching of languages in Turkey means teaching à la university entrance test. 
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Examples 
(6) F8: Yes, as the university entrance exam evaluates our grammar, reading and vocabulary knowledge, we are taught a lot of grammar rules 
and we are supposed to memorize a language vocabulary list. 
(7) F10: Yes, since we prepare for exams, we learn grammatical rules and some test solving techniques. Teachers do not care about listening 
or speaking skills. 
Finally, the biggest group of participants (N=29/91, 24.2%) point to the fact that important skills such as speaking, 
listening and writing are not taught and opportunities to practice language use are missed since these are not within 
the scope of the ESUEE (Example 7). 
Results discussed in this section show that the ESUEE, as predicted by Madaus (1988, p 83), determines “what is 
taught, how it is taught” in Turkey (i.e., English is taught to the test in our country). This finding is disappointing but 
not surprising since teaching to the test seems to be a common phenomenon in countries such as Greece (Tsagari 
2011), Iran (Ramezaney 2014; Salehi & Yunus 2012), Israel (Shohamy et al. 1996), Korea (Choi 2008) and Russia 
(Lenskaya 2013), where standardized high-stakes tests are frequently used. What is more alarming, according to 
Lenskaya (2013), is the growing tendency “to learn to the test”. Therefore, the following section examines how 
ESUEE affects the learning of English in Turkey.  
5.2. Effects of ESUEE on learning English in Turkey 
The results of the current study show that instead of focusing on genuine learning of English students in Turkey 
“learn to the test”. Examination of the data given in Table 2, shows that students learning English focus only on 
developing skills and types on knowledge that are tested in the ESUEE (i.e., grammar, vocabulary, reading) (21.5%). 
Reading ability, for instance, was defined entirely in terms of ‘test activities’ (i.e., being able to read one to two 
paragraphs long texts followed by MCI questions). The students unfortunately ignore skills (i.e., speaking, listening 
and writing) and types of knowledge not included in the exam (22.4%). 
Table 2: LEARNING: Areas affected by the ESUEE 
 CATEGORY N %
1 Reason for learning FLs: Be successful on the ESUEE 49 45.8 
2 Approaches-Methods and Techniques 9 8.4 
3 Learning content: Ignore skills and type of knowledge not tested on the ESUEE 24 22.4 
4 Learn only skills that are tested on the ESUEE 23 21.5 
5 Learning materials 2 1.9 
 TOTAL 107 100.0 
What is more, according to 45.8% of the participants their reason for learning English is to be successful on the 
ESUEE. Thus, the main materials they use to learn the language are test books which are clones of the ESUEE or tests 
published online by the OSYM in Ankara. The methods and techniques they use to learn the language are 
memorization and practicing to answer multiple choice questions.  
6. Conclusion 
The aim of this study was twofold. First, it aimed to present and discuss the history of various assessment systems 
used for the selection and placement of candidates in universities in Turkey (1923-2016). Second, it intended to 
uncover the perceptions and beliefs of senior pre-service language teachers related to the washback effect of the 
ESUEE currently used in the country. Senior pre-service teacher were selected as subjects for this study since research 
shows that the methodologies, techniques and systems used to assess the language proficiency of pre-service teachers 
not only mirror and reinforce their general attitudes about language and language learning but also create closed 
systems that are usually highly resistant to change and innovation (Locastro 1990). 
The short historical overview presented in the first part of the paper reveals an unsettled and frequently changing 
system where, in majority of the situations, changes were not based on empirical research, educational theories or 
assessment models but rather on political and practical reasons. This reveals an inadequate understanding and skewed 
interpretation of testing and assessment. Assessment is not merely a technical, psychometric area of knowledge. 
Instead, like all aspects of teaching, it is a social practice with its own complex political and ethical considerations 
(O’Loughlin 2006). Policy writers and administrators should keep in mind that every change related to the testing 
system in a country has complex impacts in a number of directions on its educational system. For that reason, every 
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change related to testing should be carefully planned and piloted. Implementations of new testing systems should take 
place only if they are going to impose positive changes in the educational system (Shohamy 2001). 
The analysis of the pre-service teachers’ questionnaires and interviews showed that almost all of the participants 
(48 out of 50) believed that the exam strongly influences and even dictates not only how English is taught and learned 
in Turkey but also how the teaching of English is planned, defined and structured. This impact is, according to the 
participants in the study, unfortunately negative in all cases. Due to its high stakes, the exam determines how knowing 
of a foreign language is defined in the country (i.e., being successful on the ESUEE) and how teachers formulated 
their teaching objectives. The exam also has a constraining influence on what is or is not taught, and which approaches, 
methods and techniques are used in Turkish language classrooms. Findings of the study lead us to conclude that the 
ESUEE is the de facto curriculum in Turkey. It also looks as if that the main priority of high school teachers is not to 
teach English but to help their students master the format of the test and to train them to answer more questions in the 
exam.  
The ESUEE also affects how students approach and learn languages in Turkey. They pay more attention to 
grammar, vocabulary and reading, and ignore listening, speaking and writing skills which are not tested in the exam. 
The exam preparatory materials such as test books are the main sources used by students to learn the language. More 
importantly, being successful on the ESUEE is why many of the students are learning English and because of the 
perceptive nature of the types of questions included in the exam, the bulk of the students either do not feel the need or 
do not find the chance to produce and practice English.  
So, the overall conclusion of this study is that the ESUEE has a detrimental effect on the teaching and learning of 
English in Turkey. Because of how English is tested on the ESUEE, in Turkey, we still do not view FLs as tools for 
communication but as systems that can be dissected into smaller and usually independent units. We are, unfortunately, 
not taught how to put those ‘sovereign’ pieces together and how to make use of the basic function of the language 
(i.e., communicate with out interlocutors). ESUEE also creates an unrealistic picture of how languages work. It is 
almost impossible to be in a real life situation where you are given five choices among which you are expected to 
select the correct one. Therefore, the hours spent by teachers and students cramming for the MCI UEE are, in the 
majority of the instances waste of time since during this long and tiresome preparation, students do not learn to speak 
or listen or write. Students’ progress in learning English is not identified and followed in the existing system either. 
As the exam consists of MCIs, the only classification we can make at the end of the exam is ‘success’ or ‘failure’ to 
identify the correct option.  
Given that the ESUEE has such an important role in Turkey, we suggest that curriculum developers, exam writers 
and administrators find a way to prepare a test that will have a positive washback effect on the teaching and learning 
of English in the country. The new exam should be written in such a way that it is going to be instrumental in raising 
educational standards and improving FL learning environments in Turkey. It should also be influential in diverting 
attention to areas and skills that students will need in their real lives. By doing this, test writers will be involved in 
“restructuring the academic experiences of students in ways that will help them appreciate the value of academic 
achievement, increase their expectations and aspirations, and enhance their sense of academic efficacy” (Madaus & 
Clarke 2001, p. 21). 
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